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For at least the last 15 years, when federal policy emphasized the transition from school to work for youth with disabilities, there has been increasing attention focused on post-school outcomes (Will, 1983) . Since the enactment of the Individuals with Disabilities Education Act (IDEA) of 1990, and reinforced in its subsequent re-authorizations, planning for the transition from school to work and adult life has been mandated for all youth receiving special education services. The impetus for this legislative emphasis and for designing and creating transition programs has been the persistently low employment rates experienced by people with disabilities after they exit secondary schools. An examination of the employment outcomes of people with disabilities indicates that targeted legislative initiatives have yet to achieve their intended impact. In the most recent extensive national longitudinal study of school leavers with disabilities, employment rates for these youth lag significantly behind their nondisabled peers (Wagner, D'Amico, Marder, Newman & Blackorby, 1992) . They also receive lower wages and fewer benefits. These results suggest that, in spite of enabling legislation, research and practice have not yet fully identified those educational and school to work transition methodologies that assure students with disabilities a reasonable opportunity to exit school with a high likelihood of adult employment.
There is a considerable body of literature that supports the value of work experience as a critical educational intervention (Kohler, 1993 ; Kohler & Rusch, 1995; Anderson & Asselin, 1996; Wehman, 1996;  Morningstar, 1997) . Improved postschool employment outcomes for students with disabilities who have participated in work-based training have been reported by many researchers (e.g., Blackorby & Wagner, 1996;  Rogan, 1997;  Colley &Jamison, 1998 (Tilson, Luecking, & Donovan, 1994 (Menard, 1995 Table 2 ). (F--15 .3, j~=.000) with workers receiving 1.6 hours of work site intervention and non-workers 2.4 hours per week during the internship. Finally, average weekly days absent was also significant (F--32.3, jJ=.000) with non-workers averaging almost one-fourth day absent per week and workers averaging none.
The only demographic variable associated with employment outcome at six months was whether the student had a learning disability. Students with a learning disability, compared to other disability groups, were slightly more likely to be working at six months. Examination of descriptive data on type of disabilities indicates that 71 % of students with learning disabilities were working at six months, compared to 64% of individuals with mental retardation, and 61 % of students with emotional disabilities. Neither Table 5 Logistic Regression Results for 12-Month Follow-Up *p < .05. **p < .01. disabilities were almost three times less likely to be employed than others, and minority students were about half as likely to be working at this period than non-minority students. The interaction of minority and disability status indicates that minority participants with emotional disabilities were the least likely to be working at this follow-up (only 26% of those contacted). (MacMillan et al., 1992) , this is worth considering in the interpretation. Also, the relatively short follow-up intervals after internship completion limit the ability to conclusively establish the contribution these internships make to longer-term employment success. Another limitation is the drop off in sample size at each successive follow-up interval which, in spite of the fact that the follow-up samples reflect proportionate representation of the demographics of the original cohort group, also limits broad scale generalization of the findings. Nevertheless, the overall (Wagner, 1992; Wagner, et al., 1992; Benz, Doren & Yovanoff, 1998 (Ruhm, 1994) . It is probably most important to note that at this first interval, neither ethnicity nor gender is predictive of outcome for this sample. This is somewhat contrary to other studies which tend to find that women with disabilities, as well as minority groups begin to demonstrate diminished employment patterns compared to nondisabled youth, as well as compared to non-minority men (Benz, Yovanoff, & Doren, 1997 whether the student had emotional disabilities, became a factor at this period is also similar to findings from other studies. There is a body of literature which points to the poor post-school employment outcomes associated with youth with emotional disabilities (e.g., Frank, Sitlington & Carson, 1991; Wagner, et al., 1992) , as well as data which reports labor force participation rates of minority youth as among the poorest employment rates of any other group (Baxter, 1992 (Benz & Lindstrom, 1997; Wehman, 1996) . This is particularly important in today's labor market, where technology advances require that workers be prepared to be flexible and adaptable in meeting new demands and that ongoing opportunities for learning and instructional supports be made available (National Career Development Association, 1999 (Certo, Pumpian, Fisher, Storey, & Smalley, 1997) . Others have made cases for similar early linkages for youth with emotional disabilities who are at risk of far more than merely unemployment (Davis & Stoep, 1995) .
Similarly, there is an apparent need to consider the types of non-work ancillary services that youth may need in conjunction with the paid work experience that may ultimately influence better employment outcomes. The disparate post-school employment rates that we found between youth with emotional disabilities and other youth, for example, suggests that more needs to be provided for these youth than mere employment experience. There is evidence, for example, that for youth with emotional disabilities, early paid work experiences along with ancillary support services such as counseling and case management leads to higher graduation and employment rates (Fabian & Coppola, 1997 
